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ABSTRACT

Research and theorizing on moral development has focused primar

ily on the judgments and explanations of children themselves. The in

fluence of adult caretakers on children’s acquisition of behaviors has 

been shown to be an important factor in socialization. The purpose of 

the present study was to investigate mothers’ judgments about the 

seriousness of children’s transgressions regarding intentionality and 

consequences, as well as disciplinary responses to the situation.

Forty mothers of preschool children were randomly assigned to 

four treatment conditions: bad intentions/large consequences, good inten

tions/large consequences, bad intentions/small consequences, and good 
intentions/small consequences. Sixteen stories depicting children's 

transgressive behaviors were presented and the mother's responses were 

assessed regarding how seriously she viewed the behavior and what the 

parent's immediate disciplinary response to the situation was likely to be.

Mother's seriousness judgments indicated that transgressions in

volving good intentions with large consequences and bad intentions with 

large consequences were judged as being significantly more serious than 

behaviors involving good intentions with small consequences and bad in

tentions with small consequences. Mothers' disciplinary response choices 

indicated that intentions were more important than consequences in decid

ing a likely parental response, with more punishment responses chosen for 

behaviors with bad intentions and more explanations given when intentions 

were good.
vii



CHAPTER 1

INTRODUCTION

Moral development has been conceptualized by various investiga

tors to designate a range of different behaviors. In addition to 

acquiring the ability to make increasingly mature moral judgments, the 

child’s moral development also includes such features of self control 

as resistance to temptation, inhibition of aggression, a sense of jus

tice and awareness of guilt. The prosocial attributes of empathy and. 

altruism can be considered part of moral development as well. Moral 

development includes not only the ability to discriminate right from 

wrong behaviors, but also the utilization of such knowledge to guide 

one’s own behavior and to judge the actions of others. The process 

involved in the acquisition of social control by an individual is the 

internalization of socially sanctioned prohibitions and mandates.

Different theories of development posit varying explanations 

for the child’s acquisition of changing standards of moral judgment.

F o r example, many developmental theorists believe that society’s prin
cipal norms initially are externally imposed on the individual primari

ly through the socialization efforts of his parents; however, the 
individual does not ordinarily go through life viewing these norms as 

externally-imposed pressures to which he must conform. Eventually 

social norms come to be adopted by the individual through the process 

of internalization so that he takes them as his own personal standards
1
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even when some external authority is not present to enforce them. 

Cognitive developmental psychologists, however, see peer interactions 

rather than parental influence as being primarily responsible for moral 
development. Piaget and Kohlberg, for example, hold the position that 

the most important factor in the child’s moral development is his inter

action with peers. By means of the reciprocity aspect of peer interac

tions the child progresses from an egocentric orientation to a more 

relativistic, nonegocentric view of morality.

Hoffman (1970, p. 262) summarizes the concept of internaliza

tion succinctly by stating that "control by others is replaced by self 

control," and he goes on to point out that "internalization processes 

may thus serve the social control function of making conformity reward

ing in its own right, where rewards for correct behavior and punishments 

for deviation are not forthcoming from society" (p. 262). Laboratory 

research has shown, however, that the notion that moral standards inter

nalized from one’s early caretakers persist unchanged throughout life 

is too simplistic, and that previously adopted moral standards are amen

able to change under the influence of external factors (Bandura and Mac

Donald, 1963; Milgram, 1963; Turiel 1966). Indeed, even a parent’s own 
internalized standards may be influenced by current societal pressures 

and his child-rearing practices may reflect new societal circumstances. 

In this way, the parent may actually contribute to the child’s internal

ization of new, modified societal norms (Hoffman, 1970).

Research and theorizing on children’s moral development has 

been guided by two approaches, both of which will be discussed in the 

following sections of this chapter. The first approach has addressed



the problem of moral development directly--by studying the behaviors and 

moral judgments of children themselves. Such a methodology is desig

nated herein as a "child-based” approach. Its major exponents have been 

Piaget and Kohlberg, whose theories and empirical evidence are enumerated 

in some detail. Other investigators have used a second approach--that 

of studying socialization influences on children's moral development, 

with social learning theory being the major viewpoint using this approach. 

Bandura's conceptualization of social learning theory and the empirical 

evidence for this view is discussed, along with Hoffman’s treatment of 

a number of relevant topics. The present reseatch reflects an interest 

in how parental judgments might relate to child-rearing practices.

Specific empirical evidence relating to the subject of parental influ

ence on children's moral development concludes this chapter and provides 

the rationale for the present study.

Child-based Approaches to Children's 
Moral Development

The factors which contribute to children's moral development 

have long been the subject of interest to philosophers and developmental 

psychologists with widely varying theoretical approaches. Basically, 

however, the emphasis by these investigators can be divided into 

two world views which determine the assumptions made and one’s approach 

to theory-building and experimentation (Reese and Overton, 1970). The 

organismic model is a holistic approach which views man as being spon

taneously and inherently active, serving as the source of his own acts 

and cognitions. The mechanistic world view, on the other hand, takes 

an elementaristic approach to the acquisition of behaviors in which



man is seen as a "tabula rasa" influenced by external forces, empha

sizing .the relationship between stimulus input and behavioral output 

as the essential factor in behavioral development. Experience with 

environmental stimuli is seen by those who adopt the mechanistic model 

as the source of behavior change and development.

Let us first examine the major cognitive-developmental theories 
and their empirical evidence for moral development.

Piagetian Position

Piaget1s cognitive-developmental theory is the major approach 

to developmental psychology which is based on the organismic model, 

stressing age-related stages and associated cognitive changes as 

influencing moral development. There are two essential aspects of 

moral maturity in Piaget’s conceptualizationthe individual’s respect 

for the rules of social order and his sense of justice, which to Piaget 

means a concern for reciprocity and equality among individuals. Accord

ing to Piaget (1932), adult-child relations are intrinsically heterono- 

mous (i.e., rule by others rather than oneself), also termed a "morality 

of constraint." In this context of unilateral relations between the 

adult as superior and the child as inferior, the child accepts the pro

hibitions and sanctions as handed down by adults as moral absolutes 

which are unquestioned. The child’s cognitive change from egocentrism, 

which grows out of the need to cooperate with peers in social situations, 
eventually interacts with lessening adult constraint, leading to devel

opmental differences in moral judgment used by children of different 

ages. With development, the morality of constraint is replaced by a



“morality of cooperation,“ which is formed out of the reciprocal rela

tionships among peers, and is based on mutual, rather than unilateral, 

respect. Piaget’s view that peer interaction is the primary facilita

tor of moral growth places more than his usual emphasis on the role of 

experience. However, in contrast to the mechanistic view of social 

experience providing the essential cause for developmental change,

Piaget takes the position that peer interaction provides the impetus 

and aliments for the cognitive structural change, which in turn is the 

essential factor for development in his theory.

As with other aspects of his theory of development, Piaget 

bases the acquisition of morality on cognitive processes. His method 

is to analyze the thought structures underlying the moral concepts of 

persons at different age levels in order to define an increasingly- 

complex level of development. Such a methodology leads him to posit 

the existence of developmental stages, which are integrated wholes at 

any one point for a particular stage. In addition, these stages differ 

qualitatively from each other, with each successive stage integrating 

and superseding in a qualitative way the stage before it. The order of 

stages is also seen by Piaget and his followers as occurring in an 

invariant sequence, and therefore as being constant and universal.
Regarding moral development, Piaget (in Flavell, 1963, p. 291) 

is particularly cautious about how the term “stage11 should be construed 

in this area, indicating that individual differences in moral judgment 

are enormous at every age level studied, with considerable overlap. 

However, using procedures which will be described more completely 

below, Piaget evolved a system of two broad stages of moral development.



In the earlier (heteronomous) stage, the child is seen to feel an obli

gation to comply with rules because they are sacred and unalterable, 

and he judges the rightness or wrongness of an act on the basis of the 

magnitude of its consequences— a truly external, objective view of 

morality. Consistent with his emphasis on cognitive processes, Piaget 

holds that morality begins to develop in earnest from around age 

seven, as the child’s cognitive powers develop and his social inter

actions with peers increase.

The transition of the child from the earlier heteronomous stage 

of morality to the more mature autonomous stage also coincides with 

his movement from egocentrism to being non-egocentric, a process which 

is enhanced and brought about by mutually-reciprocal interactions with 

his peers. In this more advanced stage of autonomous morality, the 

child no longer views rules as rigid or unchangeable, but as established 
and maintained through reciprocal social agreement, thus subject to 

change in response to situational demands. In Sutton-Smith’s (1973, 

p. 384) words, "relativism replaces absolutism." Thus the child has 

given up his moral absolutism and recognizes a possible diversity in 

views of right and wrong--an internalized, subjective view of morality. 

Furthermore, the child’s judgments of right and wrong are no longer 

determined only by the consequences of an act, but also by the inten

tions of the person engaging in a particular behavior.
Piaget’s (1932) approach to the investigation of children’s moral 

development has included two major types of situations, in which he 

utilizes his customary method of asking the child for both a judgment 

about a situation and an explanation for that judgment. Indeed, Piaget



feels that one can only fully understand the child’s cognitive struc

tures at any particular stage by paying careful attention to the logic 

the child uses in his explanation justifying his judgment. As Flavell 

(1963) points out, Piaget treats questions of moral behavior as being 

of secondary importance to those of moral judgment, the latter provid

ing the most direct and comprehensive clues as to the child's cogni

tive development as far as morality is concerned.

The first situation in which Piaget sought to determine the 

nature of children’s moral development involved the game of marbles 

played by children in Switzerland, in an attempt to discern the nature 

of the children’s understanding of the nature of rules. It was in this 

situation, where the experimenter questioned the children about the 

origin of the game’s rules and the possibilities for changing those 

rules, that Piaget found evidence for children’s moral absolutism, 

in that they appear to regard rules as being unalterable and sacred.

In later childhood, rules come to be seen as subject to change through 

mutual social agreement, with the shift in the child's moral views 

being due to increasing reciprocity with peers.

The second experimental situation was used by Piaget to inves

tigate children's sense of justice, in which the technique was employed 

of telling stories about persons who had committed various transgres
sions and of asking children such questions as why the acts are wrong, 

and which of two acts is worse. Two elements were included in these 

stories: amount of consequences and good or bad intentions. It was

from experiments using these story situations that Piaget came to the 

conclusion that in early years, children view the wrongness of an act



based on the magnitude of its consequences, and in the more advanced 

stage that children’s judgments about right and wrong are determined 

largely by one’s intentions.

In addition to Piaget's own investigations about children’s 

moral development, empirical research regarding his theory has typi

cally focused on one or more of the major attributes of his stages, 

rather than the entire sequence in all its complexity. The most common

ly investigated features include shifts from exclusive concern with 
consequences to concern with intentions (objective versus subjective 

responsibility), and shifts from absolutism to relativism of moral 

perspective. The primary objectives of the various studies have been 

to test Piaget's hypothesized developmental order of stages, and to 

determine what factors in cognitive or social experience might affect 

transition from the earlier to the more mature stage of morality.

Hoffman (1970) summarized the research findings regarding age trends 

and found that they provide a great deal of support for Piaget’s postu

lated sequence of moral development, at least in Western countries 

(e.g., Bandura and MacDonald, 1963; Cowan et al., 1969; Johnson, 1962; 

MacRae, 1954), although these and other studies vary in the processes 

to which such age-related changes might be attributed. Hoffman (1970) 

also described a number of studies (e.g., Johnson, 1962; MacRae, 1954) 

which indicate that social class and IQ are both positively related to 

certain Piagetian attributes, including relativism versus absolutism, 

and intentions versus consequences. However, Hoffman points out that 

the possibility of middle-class bias in the content of items used and 
even in Piaget’s conceptualization should not be overlooked. In Hoffman'



view, the evidence seems to be conclusive that both cognitive develop

ment and certain social influences enhance forward movement along 

Piaget’s moral developmental stages.

Another factor possibly influencing the age trend regarding 

children’s focus on damage (i.e., consequences) and intentions is the 

medium by which the dilemmas are presented. Chandler, Greenspan and 

Barenboim (1973) found that although moral judgments by 7-year-olds in 

response to the usual verbal method of presentation were largely based 

on consequences, responses by the same subjects to videotaped dilemmas 

were largely based on intentions. Their findings suggest that the 

actual age of the onset of intentional judgments may be considerably 
earlier than had been previously assumed, with perceptual saliency 

being an important factor. A recent study by Rybash et al.(1975) with 

kindergarten children corroborated the findings of Chandler and associ

ates that children presented problems via videotape based their moral 

judgments on intentions, while verbal presentation increased the number 

of moral judgments based on damage. Whether or not the additional per

ceptual saliency of videotaped moral dilemmas might affect the judgment 

of older subjects and adults is a question for further research.

In many studies using Piaget’s transgression stories or similar 

experimental measures, one factor clouds the issue of determining which 

processes account for the development of morality. That factor is the 

confounding of intentions and consequences in the story pairs. For 

example, in Piaget’s original studies (1932), he asks the child to 

compare situations in which there are large consequences but good inten 

tions with situations where there are bad intentions but trivial
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consequences * Additional studies regarding children's moral judgments 

have also confounded these factors (e.g., Bandura and MacDonald, 1963; 

Cowan et al., 1969; Chandler, Greenspan and Barenboim, 1973; Dorr and 

Fey, 1974; McManis, 1974). However, other researchers investigating 

this aspect of moral development have attempted to clarify the issues by 

providing four story themes (instead of the usual confounded story pairs) 
judged one at a time, in which all possible combinations of the positive/ 

negative intentions and large/small consequences have been presented 

(e.g., Buchanan and Thompson, 1973; Costanzo et al., 1973; Feldman et al., 

1976; Gutkin, 1972, 1975; Hewitt, 1975; Keasey, 1977; Nummedal and Bass, 

1976) . These studies indicate that children in the earlier stage of 

moral development are indeed capable of differentiating intent from dam

age, but that Piaget's age-related hypothesis that children consider 

damage before they consider intentions is fairly well substantiated. 

Studies by Feldman et al.(1976) and Nummedal and Bass (1976) found that 

the order of presentation (traditionally intent information precedes con

sequences information) influences moral judgments made by younger chil
dren more strongly than in older children, with younger children basing 

their judgments on the most recent cue. Somewhat similar results were 

obtained by Parsons et al. (1976) with a sample of kindergarten children; 

however, their findings indicated that recency is only one of several 

possible cues which influence children's moral judgments.

Kohlberg's Theory
Another theory based on the organismic world view with a basic 

cognitive-developmental approach, is Kohlberg's (1969) extension and



11

refinement of Piaget’s theory of moral development. Like Piaget, 

Kohlberg views his stages of moral development as occurring in an 

invariant sequence, based on increasing cognitive competency and struc

tural organization, with more complicated later structures developing 

out of the structures of the previous, lower stages. However, while 

Piaget has investigated moral development in young children, Kohlberg’s 

emphasis has been on growth in morality during adolescence and even 

into adulthood.

The basis for Kohlberg’s theory came from extensive interviews 
with 10- to 16-year-old boys, who were presented with a number of hypo

thetical moral dilemmas in which acts of obedience to laws, rules, or 

commands of authority conflict with the needs or welfare of other 

persons. As with Piaget, Kohlberg’s methodology emphasized the quality 

of the subjects’ judgments as indicated in their reasons and explana

tions for their moral choices, not in the judgment itself. The result 

of Kohlberg’s interview experimentation was his formulation of six de

velopmental stages of morality, which are ordered into three levels of 
moral orientation.

The first of Kohlberg’s levels is that of "preconventional 

morality,” which corresponds roughly to Piaget’s heteronomous stage.

At the preconventional level, the child’s conduct is subject mainly to 

external control, that is to pressures from parents, other adults, 

and peers. His main motives are to earn rewards, avoid punishment, and 

have favors repaid in kind. He fears punishment only because of its 

physical unpleasantness, not because it implies he’s done something 
wrong.
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Kohlberg1s next level of moral development is the ^conventional1' 

level in which morality is defined by the child as performing good acts 

("good-boy11 morality) and living up to the expectations of the existing 

social order as well as to those of parents and teachers. Although 

at this level the child has adopted certain rules and values, control 

of his conduct remains external insofar as the rules and expectations 

are laid down by others. At this level the child can assume the role 

of others, he respects their judgments, and he desires approval from 

his parents, teachers and peers. The child at this level believes in ' 

the overall justice of the existing social order and he seeks to sustain 

that order. As Kohlberg has pointed out, most people in our society 

remain at the conventional level throughout their adult lives.

The third level for Kohlberg1s system is that of "postconven- 
tional morality," in which the individual has exceeded mere acceptance 

of the existing societal standards and he seeks to define moral values 

based on universal principles such as the reciprocity and equality of 

human rights; and the respect for the dignity of human beings as 

individuals.

Empirical investigations of Kohlberg1s theory of moral develop

ment have studied a number of the postulated processes of his theory.

Turiel (1966) tested two propositions of Kohlberg1s theory: (1) that 

the stages form an invariant sequence, and (2) that passage from one 

stage to another involves integration of the previous stage, which 

therefore represents a qualitative cognitive restructuring at a higher 

level. In the treatment conditions of this study, subjects were exposed 

to moral reasoning of either one stage below, one stage above, or two



stages above their baseline level. Posttest results were seen by 

Turiel to confirm both hypotheses, since exposure to the stage directly 

above baseline was the most effective treatment. Turiel1s finding 

that upward movement was more stable than downward was in contrast to 

the somewhat dissimilar findings by Bandura and MacDonald (1963) which 

will be discussed in detail below.

Cross-cultural research on moral development has been largely 

carried out by Kohlberg and his followers, although not always provid

ing enough detail for replication to be possible (e.g., Kohlberg, 1969). 

A study by White (1975) investigated the hypothesis that Bahamian 

children would evidence advances in moral reasoning with advanced age, 

utilizing the standard Kohlberg moral dilemmas. White’s findings were 

seen to corroborate previous cross-cultural research regarding Kohl

berg ’s hypotheses of cultural universality and the developmental pro
gression of moral stages.

In his theory of moral development, Kohlberg has stressed (as 
has Piaget) the importance of role-taking, especially in the facilita

tion of the transition from the premoral to conventional morality 

level. According to Kohlberg (1969), the more role-taking opportuni

ties an individual has the more his experiences will facilitate his ■ 

moral development. Sutton-Smith (1973) believes that Kohlberg’s empha

sis on the role-taking factor need not minimize the importance of cog

nitive aspects of moral development, but it does put them in a larger 

social learning context, where social experience and interaction are 
crucial for moral development. Recall that Piaget also places unusual 
(in comparison to other aspects of development) emphasis on experience
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through social interaction with peers in his views on the acquisition 

of moral maturity. The impact of actual role-playing on the change of 

moral judgment maturity was examined in research by Arbuthnot (1975), 
where adult subjects who engaged in role-playing a moral dilemma showed 

both immediate and delayed increases in moral judgments, when exposed to 

an opponent who employed reasoning above the subject’s initially assessed 

stage. However, Arbuthnot's study failed to replicate the observations 

of Turiel (1966) that subjects showed the greatest shift in response to 

reasoning that was only one stage higher than their own, as opposed to 

two stages higher or one stage lower. Arbuthnot conjectured that this 

effect might be due to the degree of active involvement by his subjects 

as opposed to the more passive involvement of subjects in Turiel’s 

study.

Finally, the correlation of moral reasoning levels to general 

cognitive ability, altruism, and other sociometric measures was 

studied in 5th-grade boys by Harris, Mussen and Rutherford (1976). In 

this study, maturity of moral judgment was found to be significantly 

correlated with intelligence test performance, and with certain person

ality characteristics including altruism. Research by Lazarowitz,

Stephan and Friedman (1976) with a sample of college females demonstra
ted a marginal correlation between level of moral reasoning as it 

affected subsequent altruism. This, and other studies investigating 

Kohlberg1s stage theory of moral development (e.g., Arbuthnot, 1975; 

Eisenberg-Berg, 1976) illustrate the fact that, in contrast to Piaget 

and most other theorists in this area, Kohlberg’s hypotheses about 
moral development extend well into adulthood.
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Hoffman (1970, pp. 281-282) summarizes the contributions of the

cognitive-developmentalists to the study of moral development in the

following manner:

These writers have sensitized us to the cognitive dimensions 
and prerequisites of a mature moral orientation. They have 
also called attention to the possible importance of the indi
vidual’s own direct experience as a social participant with 
peers as well as adults--in contrast to other approaches which 
view him more as the passive recipient of interventions by 
authorities.

Hoffman further points out, however, that Piaget and his followers have 

had little influence on the research dealing with effects of parental 

behavior on moral development, due to their commitment to cognitive 

developmental sequences and their relative neglect of environmental 

influences.

Although Freud’s emphasis on the unitary characteristics of the 

superego as the primary feature of moral development has not been sup

ported by empirical research, Hoffman feels that psychoanalytic theory 

has nonetheless made an important contribution to the study of moral de

velopment in the stress it places on the importance of the parent. Psy

choanalytic theory has thereby provided the main theoretical inspiration 

regarding a concern with identificatory and imitative processes, and has 
provided impetus and direction for most of the research on the role of 

parental practices in shaping children's moral character, including 
investigations based on social learning theory.

Social Learning Viewpoint

Most of the experimental research into the role of imitation in 

moral development has been guided by social learning theory. Imitation



is assumed by these investigators (e.g., Bandura 1969a, 1969b, 1971; 

Bandura and Huston, 1961) to contain the essential features of identi

fication, i.e., features of the model with which the observer/child 

identifies such as sex, ethnicity, socioeconomic status, and level of 

competence. As was mentioned in our previous discussion of world views 

as a model for theories of development, social learning theory emanates 

primarily from the mechanistic model, where experience is viewed as the 

primary source for behavioral change or development. Social learning 

theory, as opposed to a radical behaviorist point of view (e.g., Skinner, 

1953), emphasizes the role of the observer’s cognitive processes in the 

acquisition and performance of behavior (Bandura, 1971; Mischel, 1973). 

The development of moral behavior in children from the social learning 

viewpoint is considered to be an instance of rule-governed behavior 

which is acquired through the observation of ’’moral” responses by live 

and symbolic models. Such rule-governed behavior is acquired through 

the observer’s abstraction of a particular behavioral principle from a 
variety of modeled exemplars in which the principle is seen to be 

constant and any variety of extraneous features is perceived as irrele

vant to the concept being learned. Inasmuch as a child exposed to many 

models of moral standards, including those of parents, other adults, 

and peers, the process of a child’s socialization in the area of moral 

development is very complex, as viewed by social learning theory.

Rather than producing a consistent moral orientation at a particular 

age-related stage (as cognitive-developmentalists might argue) social 

learning theorists take the position that moral responses can be
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expected to change as situational stimulus conditions vary (Brody, 1976; 

Mischel, 1973).
Mussen and Parker (1965) present the factor of identification 

as an important aspect of the social learning viewpoint of moral devel

opment. These authors point out the assumption in social learning 

studies that appropriate sex-typing by the child is a consequence of 

identification with the parent of the same sex, or in behavioral terms, 

the result of incidental imitative learning of that parent's behavior. 

According to this viewpoint, it follows that parents who are generally 

warm and nurturant will have a facilitating effect on their children's 

imitation of parental behavior, even in the absence of specific instruc

tions or reward for such imitation. It was shown in Mussen and Parker's 
experiment (which will be discussed in more detail in a later section) 

that children imitate a model's operant responses which lead to the 

solution of problems regardless of the degree of the model’s nurturance. 

These investigators feel that this effect is probably due to the intrin

sic rewards involved in the successful solution of the problem. On the 

other hand, it is assumed that there are secondary self-rewards which 

arise from the imitation of a model's incidental behavior, thus 

accounting for children's incidental imitative learning.

The vast majority of research regarding imitative modeling and 

moral development has been done by Bandura and his colleagues (e.g., 

Bandura, 1971; Bandura and Kupers, 1964; Bandura and Walters, 1963). In 

Bandura's view, identification and imitation are seen as referring 

essentially to the same behavior phenomena. He defines an identifica- 

tory event as "the occurrence of similarity between the behavior of
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a model and another person under conditions where the model’s behavior 

has served as the determinative cue for the matching responses” (Ban

dura, 1969b, p. 217) . Furthermore, according to Bandura’s view, iden

tification is a continuous process in which new responses are acquired 

and existing repertoires of behavior are modified as a function of 

both direct and vicarious experiences not only with parents but a wide 

variety of actual and symbolic models whose attitudes, values, and 

social responses are exemplified behaviorally or verbally. According 

to Bandura and his associates, "any behavior--inc1uding altruism, delay 

of gratification, the control of aggression and other impulses, and 

resistance to temptation--can be acquired through imitation and obser

vational learning (Bandura, 1971; Mischel, 1973).

The role of social influences on the transition between Piaget’s 

stages has been investigated by several writers (Bandura and MacDonald, 

1963; Cowan et al., 1969; LeFurgy and Woloshin, 1969) who used either 

Piagetian transgression stories or Kohlberg’s moral dilemmas to assess 

children’s level of moral judgments. Bandura and MacDonald (1963) 
found that 5- to 11-year-old boys who observed an adult model expressing 

moral judgments counter to the boys’ original judgments could be influ

enced to change the level of their moral judgment, either in an upward 

(emphasizing intentions rather than consequences) or a downward shift 

(stressing consequences rather than intentions). This downward shift in 

level of moral judgment, constituting a reversal, was seen as evidence 

that moral judgment responses are less age-specific than Piaget has 

implied, and furthermore that children’s moral orientations are amenable 

to alteration by response-reinforcement contingencies and by the
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provision of appropriate social models. Whether or not such shifts in 

moral judgments represents more than just a temporary response to the 

social contingencies of the experimental situation has not yet been 

conclusively proven. In addition, these results were obtained in a 
cross-sectional study whose growth curves of average numbers of responses 

might tend to cancel out any longitudinal discontinuities which could 

indicate the discontinuity of development between stages hypothesized by 

Piaget.
A group of cognitive-developmental psychologists (Cowan et al., 

1969) replicated Bandura and MacDonald1s result, and found that even 

with slightly varying procedures and population sample that the shifts 

in judgment persisted over a period of two weeks. LeFurgy and Woloshin 

(1969) found even more prolonged effects in a similar study with adoles

cents, where the shifts were found to last as long as three months.

Their confirmatory evidence notwithstanding, however, cognitive- 

developmental theorists (Cowan et al., 1969; Turiel, 1966) have criti

cized Bandura and MacDonald’s (1963) attempt to demonstrate that Piaget’s 

sequence, of moral developmental changes is a function of reinforcement 

contingencies and imitative learning, citing several reasons. First, 

the cognitive-developmentalists point out that Bandura and MacDonald’s 

study of the objective/subjective dimension of moral responsibility rep
resents only one aspect of Piaget’s theory which is far more complex 

than that. They argue that Bandura and MacDonald have dealt only with 

isolated surface responses and not with the concept of stage or mental 

structure. Second, it is argued that Bandura and MacDonald’s reinforce

ment procedures produced changes which represented switches to what the
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subjects thought were the correct answers rather than enduring changes 

representing underlying structures.

In response to these criticisms, Bandura (1969a) pointed out 

that Cowan et aids (1969) replication convincingly demonstrated that 

modeling emerges as a significant determinant of moral judgments, and 

it also showed the effects of generalizability and stability over time, 

thus indicating abstraction of the rule-governed behaviors of morality. 
LeFurgy and Woloshin (1969) also point out that Turiel1s (1966) criteria 

for fundamental change in judgmental structures are: (1) duration over 

time, and (2) indirect change on nonexperimentally treated items. Both 

of these criteria were substantiated by LeFurgy and Woloshin*s social 

1earning-based study with adolescents.

The fact that children’s judgmental responses could be modified 

so readily, were durable over time, and were obtained in a forward 

direction without the benefit of the kinds of social experience seen by 
Piaget to be necessary for such movement would seem to call into ques

tion Piagetian views about the processes responsible for and the nature 

of transition between stages of moral development.

A further point is made by Sutton-Smith (1973) regarding the

relationship of social learning theory and cognitive-developmental

views of moral development (p. 392):

We should note, paradoxically, however, that role-taking is 
particularly susceptible to the type of influences (modeling 
and reinforcement) with which social learning theorists 
have been most concerned. Kohlberg * s demonstration that cog
nition underlies morality, therefore, does not replace the 
need for social learning explanations. What it does show is 
that these explanations cannot step immediately from parental 
reinforcement to moral behavior, but must allow for the media
tion of such learning both through role-taking and internalized
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cognition, each of which is also governed by its own
principles.

A study by Bandura and Kupers (1964) demonstrated that patterns 

of self-reinforcement (i.e., self-reward and self-disapproval) could be 

acquired by observational learning. Their experiment utilized a bowling 

game situation and showed that adults generally served as more powerful 

modeling stimuli than peers in transmitting self-reinforcing responses. 

Other research regarding the relative effectiveness of peer versus adult 

models in the transmission of moral judgments has been carried out by 

Dorr and Fey (1974), Hicks (1965), and McManis (1974). These studies 
have provided additional support for the social learning viewpoint 

regarding the effectiveness of modeling by both adults and peers in the 

acquisition of moral choice behaviors. The results of Dorr and Fey1s 

investigation coincided with those of Bandura and Kupers, showing adult 

models to be more influential than peers, although the latter were more 

effective than no model. These studies taken as a whole demonstrate the 

effectiveness of modeling as a transmitter of moral judgments; however, 
there were some discrepancies found regarding the relative efficacy of 

adult and peer models, McManis (1974) found that both the peer- and 

adult-model treatment conditions were effective in inducing more mature 

moral judgments of intentionality on a short-term basis. It was Hicks1 

(1965) finding that the male peer model had the most immediate influence 

in shaping children’s aggressive behaviors while the adult male had the 

most lasting effect. These divergent results indicate that all of the 

features contributing to the effects of modeling on the acquisition of 
social behaviors have not yet been fully clarified.
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Finally, the effects of differentially generous modeling, 

instructions, and age on socially-cued altruism were observed in a 

study of 4th- and 5th-grade girls by White and Burnam (1975) . The 

results from this research were complex, indicating that although 

modeling did facilitate donations, its effects also depended on 

both instructional set and age. The authors interpret these results 

to indicate a need for further research by social learning investiga

tors to clarify issues dealing explictly with the complex social 
contexts in which modeled behaviors are enmeshed and from which they 

derive their meaning and salience.

Hoffman's (1970, p. 325) conclusion regarding empirical research 

based on social learning theory is that although such experimentation 

does indicate that traditional learning concepts can be extended to 

encompass the training of various aspects of moral behavior, "they 

do not enable us to ascertain which are the mechanisms of central 

importance, however, nor do they indicate the extent to which the 

acts become part of the child’s internalized moral orientation. These 

remain as tasks for future research."

Some yet-unanswered questions notwithstanding, experimentation 

based on social learning theory has contributed a great deal to our 

understanding of the effects of modeling on children's behaviors, so 

let us turn our attention next to the child's most important models-- 

his parents.
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Parental Influence on Children’s 
Moral Development

Thus far, the emphasis on research and theory-building has been 

on factors influencing moral development primarily from the child’s 

orientation. Prominent attention has been paid to the child1s judg

ments and explanations in response to situations involving transgres

sions or moral dilemmas, and that is as it should be, with the subjects 
under study being the basic source of data in these investigations. As 

has already been suggested, however, another important factor in child

ren’s moral development is the parental role. Far less investigation 

has been done regarding the relationship of the parent’s own moral 

standards, his practices regarding such aspects of the transmission to 

children of moral values as the mediation of hi.s own internalized 

standards, conflicts, and the way in which he responds to children’s 

transgressions, such as by using punishment, symbolic modeling, or 

explanations.

Although Piaget’s emphasis has been on the influence of peer 

interaction of moral development, Hoffman (1970, p. 268) cites Piaget’s 
remark that:

In order to remove all traces of moral realism, one must 
place oneself on the child’s own level, and give him a 
feeling of equality by laying stress on one’s own obli
gations and one’s own deficiencies. . . .  In this way the 
child will find himself in the presence, not of a system 
of commands requiring ritualistic and external obedience 
but of a system of social relations such that everyone 
does his best to obey the same obligations, and does so 
out of mutual respect.

Hoffman further points out that from these remarks we can see that 

Piaget stresses peers only because interactions with them are by nature
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more likely to be mutual and reciprocal, in contrast to the often uni

lateral relationships between the child and adults. "With enlightenment, 

parents and presumably other authorities could overcome their natural 

tendencies to relate heteronomously with children and interact with 

them in ways that will foster rather than hinder their moral growth,11 

comments Hoffman (1970, p. 268) .

Bandura presents the social learning viewpoint of parental 

influence on moral development in the following statement:

Neither social learning theory, nor any other viable approach 
for that matter, assumes that parents behave in an invariant 
fashion toward their children regardless of the nature of 
their transgressions, the social or material consequences 
resulting from their behaviors, the circumstances under which 
they are performed, and the age of their children. Rather, 
parents generally behave in a discriminative manner so that 
under some circumstances they evaluate the reprehensibility 
of actions primarily in terms of their consequences, while 
under other conditions they may give priority to the offen
der's intentions. It would also come as no surprise to find 
that parents are more inclined to take intentions into 
account in judging their children's behavior as they advance 
in age (Bandura, 1969a, p. 278).

Inasmuch as they represent two opposite world views, it is particularly

significant that both Piaget and Bandura attribute special significance

to the importance of parental influence on children’s moral development.

The following section will deal with several relevant issues regarding

adult influence on children’s moral development.

Relevant Empirical Evidence

Several studies of the effects of child-rearing practices on 

children’s moral behaviors have utilized various forms of an interview 

schedule developed by Sears, Maccoby and Levin (cited in Becker et al., 

1962) which rates parents on such factors as warmth versus hostility.
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permissiveness versus restrictiveness, and high versus low physical 

punishment. The "punishment^' portion of these interviews is usually 

further broken down into such disciplinary components as physical pun

ishment, reasoning, love withdrawal, and isolation.
An early study with a psychoanalytic theoretical basis by 

Burton, Maccoby and Allinsmith (1961) obtained data regarding parental 

discipline techniques using the Sears interview schedules. The results 

of the parental interviews were then compared with the children's 

responses in a game-like test of resistance to temptation. This 

research found only marginal correlation between the parents’ reported 

discipline techniques and their children's resistance to temptation.

A further finding in this study, carried out with 4-year-olds, indica

ted that punishment was apparently more effective than reasoning in 

disciplining children of that age. The authors conjecture the reason 

for such a finding:

The hypothesis is suggested, here, that the more direct, 
severe, physical modes of training are most efficient and 
effective at the early ages of development. But with 
greater cognitive development, and perhaps increasing 
identification, the psychological techniques gain in power 
to influence the child's internalization of parental 
standards (Burton, Maccoby and Allinsmith, 1961, p. 706).

Becker et al.(1962) also used the Sears interview techniques to 
explore the relationships between parents' reported discipline prac

tices to various child behaviors such as attention-seeking, dependency, 

and aggression. The "child variables" were obtained from a number of 

dichotomous ratings by the children's parents and teachers. These 

investigators found strong confirmation that the degree of hostility 

of both parents and the use of physical punishment is related to
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aggressive behaviors in children, which is consistent with the findings 

of Sears, Maccoby and Levin (cited in Becker et al., 1962), who found 

a curvilinear relationship between mothers’ punitiveness and girls’ 

aggressiveness and a linear relation between mothers’ punitiveness 

and boys’ aggressiveness in school situations.

A study by Gordon and Smith (1965) comparing parents’ reported 
child-rearing attitudes and practices with their child’s performance 

on a behavioral task involving aggression showed that: (1) the stricter 

the girl’s mother the more aggressive the daughter, if the mother used 

physical punishment, and (2) the stricter the boy’s mother, the less 

aggressive the son, especially if physical punishment was not used, 

Gordon and Smith interpret their results as providing some logical sup

port for the modeling function of maternal aggression:

If we accept the proposition that parental restrictiveness 
provides a source of frustration and punishment provides a 
model for the child to imitate, then we should expect that 
the correlation between strictness and aggression should be 
greater in the highly punished girls than in the highly 
punished boys; this was found. Thus our data support the 
notion that the child’s identification with the parents is 
an important variable in his responsiveness to their control 
techniques (Gordon and Smith, 1965, p. 657).

These results obviously conflict with those obtained by Sears et al. 

and Becker et al. (1962), thus indicating the need for further clarifi

cation regarding the relationship between parental discipline practices 

and children’s aggressive behaviors.

Another experiment involving identification factors, by Mussen 
and Parker (1965), compared mothers’ responses to Sears-type interviews 

with daughters’ subsequent imitation of maternal modeled performance 

on a cognitive task. Ratings of maternal nurturance were made on the
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basis of the interview protocols. It was subsequently found that nur

tured and nonnurtured daughters did not differ in the extent to which 

they imitated the mother’s task relevant problem-solving responses. How
ever, the nurtured group showed significantly more incidental imitative 
learning of the mother’s behavior (i.e., of nonrelevant modeled responses) 

than the other group. Mussen and Parker (1965, p. 96) summarize their 

findings about this aspect of parental influence by stating that "mater

nal nurturance was found to be related to the child’s incidental imita

tion learning, that is, to her tendency to match or imitate the mother’s 

behavior that was incidental or irrelevant to solving the problem or 

achieving the goal." These authors go on to point out that their results 

are consistent with the conclusions of Bandura and Huston (1961) that 

children display a good deal of social learning of an incidental learning 

sort, with nurturance being one condition facilitating such learning.

To summarize, child-rearing practices such as physical punish

ment and nurturance have been shown to influence both children’s moral 

and cognitive behaviors. A major contributor to the delineation of the 

various aspects of parental discipline practices and children’s behavior 

is M. L. Hoffman, and we now turn to a discussion of his conceptualiza
tion of relevant issues.

Hoffman’s Categorizations of Discipline

The research on child-rearing antecedents of moral development

has been extensively reviewed by Hoffman (1970), which he feels provides

support for the following empirical generalization:

A moral orientation characterized by independence of external 
sanctions and high guilt is associated with the mother’s
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frequent use of inductive discipline--techniques which 
point up the consequences of the child's behavior for 
others. A moral orientation based on fear of external 
detection and punishment is associated with discipline 
techniques having high power-assertive components--physical 
force, material deprivation, or the threat of these 
(Hoffman, 1975a, p. 228).

Hoffman categorizes discipline techniques into three major 

categories: power assertion, love withdrawal, and induction. The term 

power assertion means that the parent seeks to control the child by 

capitalizing on his power and authority over the child. Such discipline 

techniques would include physical punishment, deprivation of material 

objects or privileges, direct applications of force, or the threat of 

any of these. The use of power assertive techniques means that rather 

than relying on the child's inner resources (e.g., guilt, shame, depen

dency, love, or respect) or on providing him with information necessary 

for the development of such resources, the parent punishes the child 
either physically or materially, or relies on the child's fear of 

punishment.

The categories of love withdrawal and induction are both 

nonpower-assertive techniques which focus primarily on the consequences 

of the child’s behavior. Hoffman (1970) defines love withdrawal tech

niques as those in which the parent simply gives direct but nonphysical 

expression to his anger or disapproval of the child for engaging in 

some undesirable behavior. Examples of love withdrawal methods include 

ignoring the child, refusing to speak or listen to him, explicitly 

stating a dislike for the child, isolating or threatening to leave him. 

Obviously, like power assertion, love withdrawal is highly punitive.
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Hoffman points out the effects of love withdrawal in the following 

manner:
Although it poses no immediate physical or material threat 
to the child, it may be more devastating emotionally than 
power assertion because it poses the ultimate threat of 
abandonment or separation. Whereas power assertion ordi
narily consists of discrete aversive acts that are quickly 
over and done with, love withdrawal is typically more 
prolonged--lasting minutes, hours, or even days--and its 
duration may be variable and unpredictable (1970, p. 285).

Induction, on the other hand, is far less punitive than either 

power assertion or love withdrawal techniques. The procedure of induc

tion includes the parent giving explanations or reasons for requiring 

the child to change his behavior. Examples are pointing out the physi

cal requirements of the situation or the harmful consequences of the 

child’s behavior for himself or others. Also included are techniques 

which appeal to conformity-inducing agents already existing within the 

child, such as appealing to the child’s pride, his strivings for mastery 

and to be "grown up," and concern for others. Hoffman notes that the 

effectiveness of induction as discipline, as compared to power assertion 

and love withdrawal, appears to be based less on the fear of punishment 

and more on the child's connecting its cognitive substance with his 
own resources for comprehending the necessities in the situation and 

controlling his own behavior accordingly.

Hoffman and Saltzstein (1967) offer several possible explana

tions based on others’ research for the findings that moral development 

is associated positively with induction and affection, and negatively 

with power assertion. They offer Allinsmith and Greening’s suggestion:

...that the significant variable may be the difference in the 
model presented by the parent during the disciplinary encounter
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(i.e., parent openly expresses anger versus parent controls 
anger). The importance of this factor may lie in the model 
it provides the child for channeling his own aggression 
(Hoffman and Saltzstein, 1967, p. 45).

A second explanation offered by Hoffman and Saltzstein for the differ

ence between power assertive and nonpower-assertive techniques is "in 

terms of the duration of the punishment; that is, whereas nonpower- 

assertive discipline may last a long time, the application of force 

usually dissipates the parent's anger and thus may relieve the child 

of his anxiety or guilt rather quickly11 (p. 45) . They quote a third 

possibility, suggested by Sears, Maccoby and Levin that "punishing the 

child by withholding love, which is frequently involved in nonpower- 

assertive discipline, has the effect of intensifying the child's efforts 

to identify with the parent in order to assure himself of the parent's 

love" (Hoffman and Saltzstein, p. 45). Another formulation, suggested 

by Hill, is that

...the crucial underlying factor is the timing of the punish
ment. Love withdrawal punishment is believed more often to 
terminate when the child engages in a corrective act (e.g., 
confession, reparation, overt admission of guilt, etc.), 
whereas physical punishment is more likely to occur and ter
minate at the time of the deviant act and prior to any 
corrective act (Hoffman and Saltzstein, pp. 45-46).

Finally, Hoffman and Saltzstein offer Aronfreed’s view that the most 

important variable may be "the information often communicated by 

nonpower-assertive techniques regarding the implications of the child's 

deviant behavior . . . that such information can provide the cognitive 
and behavioral resources necessary for the child to examine his actions 

independently and accept responsibility for them” (Hoffman and Saltz

stein, p. 46). Hoffman incorporates these possibilities into his own 

view that the key ingredient in nonpower-assertive discipline is the
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anxiety over loss of love as the necessary motivational basis for moral 

development, with induction techniques--which capitalize on the child’s 

capacity for empathy--being the factor most strongly related to moral 

development.

Hoffman asserts that the relation of discipline techniques and 

children’s moral behavior does not appear to be a spurious result of 

social class3 IQ, or sex, citing evidence from his research with Saltz- 

stein (1967) where all three of those variables were controlled with no 

detrimental effects. Hoffman and Saltzstein’s experiment assessed 

7th-grade children on several indices of moral development when compared 
to parental discipline, based on reports by the children themselves and 

by each of the children’s parents. Their study showed that: (1) advanced 

development along the various moral dimensions was associated with in

frequent use of power assertion and frequent use of induction among the 

middle-class sample. Love withdrawal, on the other hand, related 

infrequently to moral development.

In a recently-published study which reanalyzes data from his 

previous investigations over a 12-year period of the effects of 

child-rearing practices on moral development, Hoffman (1975b) examined 

his findings for possible sex differences in moral internalization and 

values. His results support the view that consideration for others and 

holding more humanistic moral standards is more salient for females 

than for males. Hoffman further found that moral transgressions are 

more likely to be associated with guilt in females and fear in males.

He suggests that possible explanations for these apparently sex-related
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influences in children may be due to different discipline and affection 

patterns.

Santrock’s (1975) recent experiment compared preadolescent boys1 

ratings of their mothers' discipline techniques using Hoffman's ratings 

techniques (Hoffman, 1971) with several measures of the boys' moral 
behavior and judgments. Santrock found that: (1) when relevant variables 

such as IQ, SES, age, and sibling status were controlled, few differences 

were found between father-absent and father-present boys; however,

(2) father-absent boys were reported by their teachers as less advanced 

in moral development than father-present boys; (3) the sons of the 

divorced women showed more "social deviation," according to their 

teachers, but were more advanced in level of moral judgment than were 

the sons of widows; and (4) divorced women disciplined with more power 

assertion than widows, according to their sons' reports. Santrock's 

results were in contrast to those obtained by Hoffman (1971) with regard 

to differences between father-present and father-absent boys. Santrock 

found few differences between those two categories of subjects, while 

Hoffman found that father-absent boys obtained lower scores for all the 

moral indexes used in his studies. However, both Santrock and Hoffman 

obtained experimental results indicating that teachers rated father- 

absent boys as being less advanced in moral development than 
father-present boys, and that there seem to be alterations in mothers' 

discipline practices when the father is absent, either through death 

or divorce.

Finally, Gutkin (1975) compared 1st-, 3rd-, and 6th-grade 

children's level of moral intentionality to their mothers’ self-reports
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on how they would treat children in situations involving intention and 

damage. In this study only mothers’ possible punishment responses were 

assessed, in contrast to the present research which also evaluated non- 

power-assertive responses. Gutkin found that there was no relation be

tween the extent to which mothers reported responding to children based 

on intentions and the children’s level of intentionality in moral judg

ments. However, it was found that the amount of punishment mothers 

reported they would give was significantly negatively related to their 

children’s ability to make intentional judgments.
In summary, certain issues regarding adult influence on child

ren’s moral development have been investigated, and some tendencies 

seem to be apparent. From the several studies regarding parent’s use 
of punishment (e.g., Becker et al,5 1962; Gordon and Smith, 1965;
Gutkin, 1975; Hoffman, 1970), it appears that discipline involving 

punishment leads to a negative correlation of children’s intentionality 

judgments as well as to increased aggression in children, including 

the possible modeling function of punishment actions. The effects of 

modeling on children’s acquisition of various behaviors has been 

well-documented (e.g., Bandura and MacDonald, 1963; Brody, 1976; White 

and Burnam, 1975), including the fact found by both Bandura and Huston 

(1961) and by Mussen and Parker (1965) that nurturance facilitates 

incidental imitative learning from an identificatory model. Finally, 

the impression that there appear to be sex differences in girls’ and 

boys’ moral internalization of values and aggression (Gordon and Smith, 

1975; Hoffman, 1975b), has received some attention. Other research on 

sex-related influences on children’s moral development (Hoffman, 1971;
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Santrock, 1975) found conflicting results regarding the influence of 

father-absence on boys' moral development, but converging evidence that 

teachers rated father-absent boys as being less morally advanced than 

father-present boys. Both Hoffman and Santrock also found evidence that 

mother's discipline practices were altered by the father being absent.

Hoffman's (1970) extensive investigations into the relative 

efficacy of power assertive and nonpower-assertive discipline techniques 

lead him to the conclusion that "moral development is associated posi

tively with induction and affection and negatively with power assertion” 

(p. 325). Such an unequivocal statement, based on a great deal of 

Hoffman's own empirical evidence plus the results by other investigators 

summarized above would seem to have clear, important implications for 

parents' child-rearing practices. The present study sought to further 

identify the influences of mothers’ judgments regarding the seriousness 

of children's transgressions, as well as the discipline responses 
(including nonpower-assertive choices as well as the power assertive 
measures already studied in other research) which mothers felt likely 

to be the parents’ immediate reaction to the situation.

Rationale for Present Research
In addition to the factors of parental discipline choices and 

their judgments regarding children’s transgressions, the present study 

also sought to clarify several other factors which might contribute to 

mothers' judgments about children's behaviors. The first of these 

factors has been studied by a number of investigators, including 

Gutkin (1972, 1975) . His experiments touch on one of the central
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issues of moral development in children, that of consequences versus 

intentionality as the basis for judgments of moral behavior. In the 

present study, further investigation was carried out regarding mothers' 

judgments about children's transgressions across the parameters of 

intentions and consequences. As has been already pointed out, these 

variables have often been confounded in previous studies. Therefore, 

the present experiment sought to unconfound these issues by presenting 

moral transgression stories one at a time, using four categories, each 

representing good or bad intentions covaried with major and minor 

consequences.
Another factor which might influence parental judgments about 

children’s misbehaviors is that of the sex of the protagonist in the 

hypothetical stories. LeFurgy and Woloshin (1969) noted in a study 

with children that observed sex differences in moral judgments may be 

related to the fact that the protagonists of moral judgment story items 

are typically male. These investigators therefore presented stories 

which were counterbalanced for sex of the protagonist, and although they 

found that girls tended to respond in a morally realistic (as opposed 

to a morally relativistic) direction, these subjects were unaffected by 

the balanced presentation. The present study sought to further test 

possible effects of the protagonist's sex by extending the study of that 

question to adult responses. In the present research, therefore, sex 

of the protagonist was blocked on and presented in random order in 

the 16 stories to which each mother responded.
Two additional factors which might affect moral judgments have 

not yet been explored--age of the protagonist, and whether the damage
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resulting in the hypothetical stories was material or personal. There

fore, the present study attempted to find out whether or not parents 

respond differentially to children's transgressions when the consequences 

are personal (involving either physical or psychological pain) or when 

the damage is material (to things, rather than to people). The dicho- 

tomous variable of material/personal consequences was blocked on in 

the present research, and was randomized in the stories responded to 

by each subject.

The dependent measures for the present study utilized possible 

response-choices, which were adaptations of Hoffman's (1970) discipline 

categorizations of power assertion, love withdrawal and induction. In 
addition, parents were asked to judge the seriousness of the child's 

behavior in the hypothetical examples.

To summarize, the purposes of the present study are to determine 

if parents respond differentially to stories about children’s trans

gressions depending on whether (1) the child's intentions are good or 

bad; (2) the consequences are large or small; (3) the consequences are 

material or personal; (4) the child in the story is young or old; and 

(5) the child in the story is male or female. If systematic differences 
are found on any or all of these variables, we would expect that these 

attitudes would be conveyed to children in the child-rearing practices 

employed by their parents. Follow-up studies would be needed to 

examine this relationship more directly.
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METHOD

Subjects and Interviewers 

Subjects for this research were 40 mothers of children enrolled 

in six middle- and lower-middle-class day care centers in predominantly 

Anglo neighborhoods of Tucson, Arizona. Ten subjects were randomly 

assigned to each treatment condition. Each mother was interviewed in 

her own home. The mean age of the preschool children whose mothers 

participated in the study was 58.2 months, with a range of 37 to 73 

months. The number of siblings in each family represented in the study 

ranged from one to four, with 1.85 being the average number of children 
per family. Average number of years for mothers’ education in this 

study was 13.25 years, with fathers being reported as having an average 

of 13.51 years of schooling.

The author served as one interviewer, assisted by two other 

Anglo females who shared in the task of interviewing subjects.

Materials and Procedures 

Moral judgment stories similar to those used by Dorr and Fey 

(1974) were modified to reflect the four treatment conditions used in 

this study (see Appendices A through D). Each story described a child’s 

activities which stemmed from either good or bad intentions, with an 

outcome of either large or small consequences.. Therefore, there were
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four experimental treatment groups represented in the four versions of 

the questionnaire: bad intentions/large consequences (BI/LC); good 

intentions/large consequences (Gl/LC); bad intentions/small consequences 

(Bl/SG); and good intentions/small consequences (Gl/SC). In each treat

ment group the stories blocked on the age of the protagonist, sex of 

the protagonist, and on the type of consequences (material or personal 

damage). Mothers1 judgments concerning the seriousness of the trans

gression were assessed on a nine-point Likert scale, ranging from 

"very bad" to "very good." The relationship of these judgments to 

preferred socialization practices was assessed using a four-choice 

response measure. This dependent measure utilized Hoffman’s (1970) 

power assertive and nonpower-assertive categories in the following 

manner (shown with examples from the present study):

(1) power assertion: e.g., "Punish Billy by locking up his 

tricycle for a week."

(2) love withdrawal: e.g., "Tell Billy you can’t love him if 

he doesn’t show he loves his brother."
(3) ignoring (an alternate form of love withdrawal): e.g., 

"Ignore what Billy did."

(4) induction: e.g., "Explain that disagreements cannot be 

settled by trying to harm someone."

Mothers were asked to make one choice from the four possible responses 

(which were randomized for each story to prevent possible order effects) 

as the choice which would best represent what the parent’s immediate 
reaction would be.



CHAPTER 3

RESULTS

Three separate analyses of variance were run on the seriousness 

of transgression dependent measure for the blocked variables of age 

(stories compared behaviors of 4-year-olds with those of 8-year-olds), 

protagonist1s sex, and type of consequences (whether damage resulting 

in the story was material or personal), Since the response choice 

dependent measure represented four categorizations of parental responses, 

descriptive statistics of mothers1 response selections were provided.

In each analysis of variance, a significant main effect was 

found for groups (F_ = 29.51, jdf 3,36, jd <.001) and the groups by trials 

interactions were also significant. In the ANOVA for condition by age, 

the groups by trials interaction was significant at the jd c . 02  level 
(F = 3.75, df 3,36). The condition by sex ANOVA resulted in signifi
cant groups by trials interaction at the £C.06 level (F = 2.71, df 3,

36). The groups by trials interaction for condition by type of conse

quences analysis of variance was significant at the 2_^.005 level (F = 

5.15, df 3,36).

Means obtained on the seriousness of transgression dependent 

measure for the four treatment conditions were: Condition 1 (Bl/LC) = 

21.45, Condition 2 (GI/LC) = 43.45, Condition 3 (BI/SC) = 25.6, and 
Condition 4 (Gl/SC) — 47.2. Post hoc comparisons using Tukey tests 

revealed that transgressions involving good intentions with large
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consequences and bad intentions with large consequences were judged 

as being significantly more serious than behaviors involving good 

intentions with small consequences and bad intentions with small 

consequences.
Tukey post hoc tests for groups by consequences, condition by 

age interactions, revealed that for both young and old age variables, 

Condition 2 (Gl/LC) surpassed Condition 1 (Bl/LC) and Condition 3 

(Bl/SC) at the .01 level. Condition 4 also surpassed Conditions 1 

(Bl/LC) and 3 (Bl/SC) at the j^c.Ol level. Conditions 2 and 4 did not 

differ from each other, and Conditions 1 and 3 scored at equivalent 

levels. The variable of age did not appear to influence mother's 

judgments concerning the seriousness of the behavior (see Figure 1). 

Descriptive statistics for the treatment conditions by age of protag
onist are presented in Table 1, and a summary of the analysis of 

variance is presented in Table 2.

Post hoc Tukey tests for groups by consequences interactions of 

condition by sex showed that for both males and females. Condition 2 

(Gl/LC) exceeded Condition 1 (Bl/LC) and Condition 3 (Bl/SC) at the 

2.<=f'01 level. Conditions 1 (Bl/LC) and 3 (Bl/SC) were also surpassed 

by Condition 4 at the j3<r.01 level. Conditions 1 and 3 did not differ 

from each other, and Conditions 2 and 4 also scored at equivalent 

levels. Mothers1 judgments concerning the seriousness of the trans

gression did not appear to be influenced by the variable of protagonist's
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Condition 1 (BI/LC) 
Condition 2 (Gl/LC) 
Condition 3 (BI/SC) 
Condition 4 (Gl/SC)

40

OldYoung

Figure 1. Comparison of Means for Conditions by 
Age of Protagonist
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Table 1. Means for Comparison of Condition by Age of Protagonist

Group Young Old

Condition 1 (BI/LC) ' 22.9 20.0
Condition 2 (GI/LC) 43.1 43.8
Condition 3 (BI/SC) 27.0 24.2

Condition 4 (Gl/SC) . 45.1 . 49.3

Table 2. Summary, of Analysis of Variance for Condition 
by Age of Protagonist

Source df MS F / P

Between Groups
Treatment 3 3272.55 29.51 .001
Error 36 110.89

Within Groups
Trials 1 .80 .05 .8147
Groups x Trials 3 57.03 3.75 .0191
Error 36 15.23
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sex (see Figure 2). Descriptive statistics for the treatment conditions 

by sex of protagonist are presented in Table 3, and a summary of the 
analysis of variance is given in Table 4.

—  —  —  —  —  —  —  Condition 1 (Bl/LC)
------------- Condition 2 (Gl/LC)

—  • —  • —  • —  Condition 3 (Bl/SC)
" Condition 4 (GI/SC)

45

25
20

Male Female

Figure 2. Comparison of Means for Condition by 
Sex of Protagonist



Table 3. Means for Comparison of Condition by Sex of Protagonist
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Group Male ■ Female

Condition 1 (BI/LC) 23.1 19.8
Condition 2 (GI/LC) 43.4 43.5 '

Condition 3 (BI/SC) ' 27.5 23.7

Condition 4 (Gl/SC) 46.0 48.4

Table 4. Summary of Analysis of Variance for Condition 
by Sex of Protagonist... , ' ' - /

Source df MS . F P

Between Groups
Treatment 3 3272.55 29.51 .001
Error 36 110.89

Within Groups
Trials 1 26.45 1.67 .202
Groups x Trials 3 43.02 2.71 .058
Error 36 15.85 .

In the treatment conditions by type of consequences analysis, 
no significant differences were found (see Table 5 for descriptive 

statistics and Table 6 for ANOVA summary). However, for the good inten

tions treatment groups, on the blocked variable of material damage, the 

difference between small and large consequences nearly attained signifi

cance at the jd«c .05 level. These differences washed out for the per

sonal consequences measure for the good intentions treatment groups,



Table 5. Means for Comparison of Condition by'Type of Consequence

Group Material Personal

Condition 1 (BI/LG) 20.7 22.2

Condition 2 (GI/LC) 41.9 45.0
Condition 3 (BI/SC) 25.6 25.6
Condition 4 (GI/SG) 49.5 44.9

Table 6• Surnmmary of Analysis of Variance for Condition 
by Type of Consequences

Source . df. MS F P

Between Groups 
Treatment 3 3272.55 29.51 .001
Error 36 110.89

Within Groups 
Trials 1 0.00 0.00 1.00
Groups x Trials 3 55.03 5.15 .005
Error 36 10,69

i.e., whether or not the damage was small or large produced nearly 

identical seriousness scale means, which were midway between the means 

obtained by the good intentions treatment conditions on the material 

consequences factor (see Figure 3). %
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Figure 3. Comparison of Means for Condition by 
Type of Consequences
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Nominal data for the response choice dependent measure were 
summarized using descriptive statistics. Results on this measure were 

consistent with those obtained on the seriousness scale (see Table 7).
Mothers1 response choices indicated that intentions were far 

more important than consequences in deciding a likely parental response 

to children1s transgressions. More power assertive responses were 

chosen when the child had bad intentions, and more induction was used 

when the intentions were good. Overall, however, induction was selected 

as the parent1s response 84% of the time over all conditions, power 

assertion was the response choice 13% of the time, with love withdrawal 

chosen 2% and ignoring 1.5% of the time. Furthermore, there appeared 

to be no effects on mothers' response choices due to protagonist's age 

(see Table 8) or sex (see Table. 9) .

As with the seriousness dependent measure, type of consequences 

on the response choice measure did seem to evoke somewhat differential 

responding by the mothers interviewed (see Table 10). In the bad inten

tions/large consequences condition, induction was still selected more 

than any other response--26%> of the time.when the damage was material 
and 41% of the time with personal consequences * However, for this 

same condition, with large material consequences, the proportion of 
response choices for power assertion (21%) was nearly the same as for 

induction (26%). With personal consequences, in the bad intentions/ 

large consequences condition, power assertion was chosen only 7% of the 

time, with induction being selected in 41% of the cases. There was 

more variability with material damage, depending on intentions, than 

when the consequences were personal, across all conditions.
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Table 7- Results for Response Choice Dependent Measure: 
Conditions by Responses

Condition Ignoring
Power

Assertion
Love

Withdrawal Induction

1 (BI/LC) .01* .28 .04 .67
2 (GI/LC) .01 .04 .00 .96
3 (BI/SC) .02 .19 .05 .74
4 (Gl/SC) .02 ' .01 .00 .98

Average for 
conditions

all
: .015 .13 .02 .84

^figures represent proportion of times 
out of 160 possible choices

a response was selected

Table 8. Results for Response Choice Dependent Measure: 
Conditions by Responses by Age of Protagonist

Ignoring .
Power..

Assertion
Love

Withdrawal Induction
Condition Young Old Young Old . Young Old Young Old

1 (BI/LC) .01 .01 .10 .18 .02 .03 .38 .29
2 (GI/LC)' .01 .00 .03 .01 .00 .00 .46 .49
3 (BI/SC) .01 .01 .09 .11 .01 . .04 .40 .34
4 (Gl/SC) .00 .02 .01 .00 .00 .00 .49 .48 '

Table 9. Results for Response Choice Dependent Measure: 
Conditions, by Responses by Sex of Protagonist

Condition
Ignoring

Power
Assertion

Love
Withdrawal Induction

Male Female Male Female Male Female Male Female
1 (BI/LC) .00 .01 .14 .13 .03 .02 .33 .34
2 (GI/LC) .01 .00 .01 .03 .00 .00 .48 .48
3 (BI/SC) .01 .01 .10 .09 .03 .02 . .36 .38
4 (Gl/SC) .01 .01 .00 .01 .00 .00 .49 .48
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Table 10. Results for Response Choice Dependent Measure: 
Conditions by Responses by Type of Consequence

Ignoring
Power

Assertion
Love

Withdrawal Induction
Condition Mat.* Pers.* Mat. Pers. Mat. Pers. Mat. Pers.

1 (BI/LC) .01 .01 .21 : .07 .03 .01 .26 ,41
2 (GI/LC) .00 .01 .03 .01 .00 .00 .47 .49 .
3 (BI/SC) .00 .02 .13 .07 .04 .01 .34 .40

4 (GI/SC) .02 .00 .01 .00 .00 .00 .48 .50

Average for all
conditions: .008 .01 • .10 ,04 .02 ’ .005 .39 .45

*Mat, = Material ; Pers Personal

In summary3 the choice of induction as a parental response was 

consistently higher in all conditions for personal consequences rather 

than for material damageo Power assertion was most often chosen with 

bad intentions resulting in material damage. Power assertion was 

almost never chosen, even when the hypothetical personal consequences 

were large.



CHAPTER 4

DISCUSSION

The findings in this research that mothers judged the serious
ness of children's transgressions involving good intentions with large 

consequences and bad intentions with large consequences as being more 

serious than behaviors involving good intentions with small consequences 

and bad intentions with small consequences appears to be consistent with 

previous results obtained across various age groups in a number of exper

imental settings. Even such story variations as age and sex of the 

protagonist failed to significantly affect this trend.

With this particular sample (Anglo middle- to lower-middle-class

mothers) when the intentions were bad, the present analysis suggests

that neither the size of the consequences (large/small) nor the type 

of damage (material/personal) produced significantly differential 

responses. When the child's intentions were good and the damage was 

material, however, the tendency to attribute more seriousness to large 

amounts of damage being greater than mothers' responses to trivial 

damage presents an interesting situation. In addition, consider the 

fact that children's behaviors were seen as relatively worse when com
paring material with personal damage (when intentions were good and 
$ ‘ : - •
damage was small) in contrast to behaviors being seen as relatively

better (with good intentions and large consequences) across the factors

of material versus personal damage. One might interpret such findings
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to.indicate a greater concern in the culture sampled over the serious

ness of children^ behaviors resulting in large material damage, even 
though the child's intentions were good. The tendency to give trivial 

material consequences ^high marks1' when the child's intentions were 

good could be considered to indicate, mothers' concern over children's 

socialization in the area of the motivational factor in children's 

altruistic actions. According to the internalization processes cited 
earlier, one could expect that such a concern would affect mothers.1 

child-rearing practices and the child's subsequent acquisition of moral 

standards that include a concern for others. Whether or not the results 

obtained in the present research with Anglo subjects concerning material 

versus personal consequences would be found in other cultures is an 

interesting question (particularly in the light of. cognitive develop

mental theorists' hypothesis of the cultural universality of moral 

development stages) which is currently under study by colleagues.

Results of the present research which found no significant 

differences among mothers' responses due to sex of the protagonist is 

consistent with the findings of LePurgy and Woloshin (1969) with 

child subjects. In spite of recent opinions about adult, caretakers 
responding to children on the basis of sex, at least in the self-reports 

obtained in the present study, no such differential responding was found.

The fact that no differences were found between mother's res

ponses depending, on age of the protagonist may simply be an indication 
that the age differences (4- versus 8-year-olds) was not disparate 
enough to elicit differential responding. Perhaps the same stories



featuring 4-year-olds compared to 12-year-olds, for example, might 
elicit differential responding based on expectations that differ accord 

ing to the child's age <, Another explanation for the lack of differen

tial responding based on age might be tied to the fact that mothers' 

disciplinary response choices so overwhelmingly favored induction pro

cedures, emphasizing explanations rather than punishment• Particularly 

when using a self-report procedure with a limited number and variety 

of response choices, such as the one used in the present research, it 

would appear that there might have been a social desirability influence 
operating in the present interviews. Although it was carefully empha

sized to each mother before the interview began that "there are no 

right or wrong answers" and that she should just answer to show what 

she really thought, it is possible that mothers still chose responses 

reflecting how they "ought-to" respond, rather than what they would 

actually do in similar real-life situations• The use of an interview 

with open-ended questions which could later be coded and checked for 

reliability might elicit responses closer to real-life. Another factor 

possibly affecting the response choice results was that subjects were 

limited to choosing only one from among the four possible disciplinary 

responses. In a number of interviews, mothers commented that what 

they would really do is use a combination of responses, such as using 

punishment along with an explanation. Perhaps an alternative scoring 

procedure used with the present response choice assessment might 

indicate a greater variety of parental responses.

A number of directions for future research were suggested by 
this study, not the least of which is performing the same interview
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procedures with fathers and with other adult caretakers5 such as 

teachers * As has been mentioned, differential responding by parents 

with regard to age of the protagonist in moral judgment stories might 

be elicited in procedures using a wider age variation, e.g., comparing 

behaviors of 4-year-olds with that of 12-year-olds» The effects of 
material versus personal consequences on mothers1 responses to children’s 

transgressions in a cross-cultural dimension may yield interesting 

results. Such a study is now under way, using the present results as 

part of the Anglo sample in a comparison of parental judgments, with 

Anglo, Mexican-American and Papago populations being compared cross- 

culturally.

Measures which succeed in obtaining a closer approximation to 
parents' actual responses to children's behaviors causing damage would 

be useful, perhaps utilizing the open-ended questionnaire method 

mentioned previously. Using videotaped situations depicting children’s 

transgressions might enhance saliency, as has been suggested by Chandler, 

Greenspan and Barenboim (1973) and Rybash et al, (1975), and might evoke 

parental responses closer to real-life reactions. In addition to 

naturalistic methods, laboratory experimental research utilizing situa

tions which simulate children’s transgressions and assessing responses 

to those behaviors by parents or other adult caretakers should further 

clarify factors important to the effects of child-rearing practices 

on moral development.

Finally, Gutkin’s (1975) research comparing mothers’ self- 

reported punishment responses to children’s transgressions has been extend

ed by the present research to include the disciplinary responses of
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ignoring, love withdrawal, and induction as well. A future study in 

which parents’ responses across all four of these discipline categories 
are compared with their children’s level of moral judgments (perhaps 
with children of varying ages, such as 4- and 14-year-olds) might 

provide further explanations regarding the processes by which children 

acquire mature moral judgments and values.



APPENDIX A

STIMULUS STORIES: BAD INTENTIONS/
LARGE CONSEQUENCES TREATMENT CONDITION

George, an eight-year-old, was sitting at the supper table and he 
had eaten all his food except for his potatoes. He told his mother 
he didn't want to eat his potatoes, but his mother said if he 
didn't eat them he would not get any dessert. Mien his mother and 
father were not looking, George pushed his plate away in an angry 
way, and it hit the milk carton, spilling all of the milk and 
breaking a very good serving dish.

One-day, four-year-old Kathy forgot to share her lunch money with 
her sister. Kathy used the money to buy candy for herself. Her 
sister didn't get any lunch that day, and she got so hungry she 
got a headache, couldn't do her work, and thus had lots of home
work to do that night.

Pam was an eight-year-old who got tired waiting while her mother 
was shopping. Her mother told her to be patient, but Pam started 
to run up and down the aisles of the store pushing a grocery cart. 
She ran into a display of apple juice and broke several bottles.
Jack was an eight-year-old who thought he should be able to do 
anything the bigger boys could do. One day some of the bigger boys 
were playing football and Jack asked if he could play. The boys 
said he was too small. This made Jack angry, so when one of the 
bigger boys ran past him with the football. Jack stuck his foot out 
and tripped him. The bigger boy fell so hard he sprained his arm 
and could not play football with his friends for several days.

Four-year-old Margie was mad at her older sister, so she took her 
sister's doll and hid it behind the door. It was a beautiful doll 
and had cost the parents twenty dollars. Later Margie had been 
out playing and when she ran into the house she swung the door
wide open. The door hit the doll and broke it into so many pieces
it could not be repaired.

Pam was eight years old, and she went to the store with her mother. 
They were shopping and Pam's mother warned her not to run around, 
but she ran through the store anyway. At the end of a counter she 
ran into an old lady. The old lady's bones were so brittle she
broke her ankle as she fell, and she was in a great deal of pain
all the way to the emergency clinic.
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7. Norbert was a four-year-old who was playing with his cousin, a

little girl almost exactly the same age as Norbert. Norbert got
tired of playing with the little girl pretty soon, and when she 
tried to follow him he pushed her down so hard she hit her head 
on a post and got a very large bump on her head.

8. One day Billy, who was four years old, asked his older brother if 
he could ride his bicycle. His brother just laughed and said,
"You1 re too little to ride a real bicycle.11 That made Billy mad, 
so when his brother wasn11 looking he took his father1s wrench and 
loosened the nut that holds the fron wheel on the bike. When 
Billy’s brother rode the bike that afternoon, the wheel fell off 
and he scraped his knees and elbows very badly. It was painful for 
him to straighten his leg for several days.

9. Oscar, who is four years old, wanted some cake but his mother told 
him he couldn’t have any until after dinner. When his mother left 
the house he went to the refrigerator and took some cake anyway.
While he was getting the cake he knocked a carton of eggs onto the

■ floor, and every single egg broke.

10. Martha was playing a game of hopscotch with her friend one day.
they were both just four years old, but they could already play 
the game quite well. Martha was winning the game at first, but
then her friend got ahead of her and won. Martha didn’t like to
lose, so she got several of her other friends to agree not to play 
with the friend that won. For at least a week the friend had to 
play sadly by herself after school each night because Martha had 
been such a poor sport.

11. Ross and his friends were playing kickball at recess at school when 
their first-grade teacher said, "Stop playing right now, it’s time 
to come in.” Ross thought he had not had as many turns kicking 
the ball as the other kids, so when the teacher was lining up the
kids, he kicked the ball as hard as he could, and it broke the.
largest window of the classroom.

12. Lynn was an eight-year-old girl who asked her teacher if she could 
take three new books home to read. Her teacher said no because it

, was raining and the books would get wet and ruined. They were expen
sive books. Lynn wanted to take the books home anyway, so she 
sneaked them out of the school under her raincoat. When she was 
getting on the school bus, she slipped and dropped the books into 
a mud puddle and they were ruined.
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13• One day Joyce, an eight-year-old, was supposed.to play with her 
little sister and keep her entertained while the mother finished 
some work she had to do. Soon Joyce got tired of playing with her 
sister, and she hid from her. The little sister looked all over 
for her and while she was trying to find her, she fell into a deep 
hole. She couldn't get out and she was terrified.

14. Diana was a four-year-old who was watching television with her 
sister. They wanted to watch different programs, and Diana's older 
sister changed the channel. Diana's mother said it was the sister's 
turn to choose the program, but Diana was mad and ran to the TV
to change the program. She ran to the set so fast that she knocked 
it off its stand and broke the picture tube.

15. Henry was four years old. One day when his mother was out, he 
climbed up on a chair to try to get a cookie out of the cookie jar, 
even though he knew that his mother did not want him to have a 
cookie. He had a hard time reaching the cookie jar, and while he 
was trying to reach into it, he knocked the cookie jar over,
• breaking it and spilling all the cookies. . '

16. Joey's father did not want to take Joey fishing with him because 
he thought that eight years old was too young for a boy to enjoy 
fishing. But Joey kept pleading to go until his father gave in.
Once they got. in the fishing boat, Joey got restless and kept 
pestering his father to take him home. He made such a pest of 
himself that his father loaded up and took him home, all the time 
feeling badly about missing the fishing he had looked forward to 
for so long.



APPENDIX B

STIMULUS STORIES: GOOD INTENTIONS/
LARGE CONSEQUENCES TREATMENT CONDITION

Scott was four years old and he always looked forward to the time 
when his father came home from work. He liked to surprise his 
father, and one day as his father came in the door, Scott jumped 
on his back to surprise him. Scott’s father had a bad back and 
when Scott jumped on him, he twisted the wrong way .and hurt his 
back so bad that he had to stay in bed for a week.

Clara was eight years old and thought she was old enough to help 
her mother around the house. After supper she helped by drying 
the dishes and putting them away. She could not reach the knife 
rack, so she put the sharp butcher knife in the drawer with the 
forks and spoons. When her father reached into the drawer without 
looking he didn't expect to find a knife there. He cut his hand ' 
so bad he had to go to the emergency clinic and have five stitches.

Gilbert had just turned eight years old and his father was taking 
him on his first fishing trip. Gilbert wanted to be helpful so 
he was trying to get his father’s fishing pole ready. It was a 
brand new pole and his father was very proud of it, but Gilbert 
dropped it into the lake and they were not able to find it.

Mary was a four-year-old girl who was very excited that her grand
mother had come to visit. She wanted to show some new-pictures 
of the family to her grandmother because she knew the pictures 
would make her grandmother happy. While showing the pictures to 
her grandmother, Mary knocked her glass of coke over and ruined all 
of the pictures.

One day Mark, who was four years old, went to the grocery store
with his mother. .When she was almost finished shopping she realized
that she had forgotten to get some ketchup. Mark ran to the back 
of the store to get a bottle of ketchup for her,-but it was on a 
high shelf, and when he tried to get it down he knocked over five 
bottles of ketchup and they all fell on the floor and broke.

One day four-year-old Marta wanted to surprise her father by fixing 
something very special for him to drink when he got home from work . 
Her mother wasn't home so she mixed together some things she found 
in the refrigerator. When her father got home he drank some of the
mixture to make Marta feel good, and he got a bad stomach ache.
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7c David was an eight-year-old who was helping his father clean up 
the rubbish pile behind the house. He saw some boards that he 
wanted to use to build something so he piled them up behind where 
his father was working. David's father did not see the boards, 
and he accidentally stepped on a nail sticking up out of one of 
the boards that David had tried to save. The nail went all the 
way through the sole of his shoe and into the foot, and David's 
father had a bad pain in his foot for over a week.

8. Eight-year-old Alice was looking for something to do to help her 
mother. She noticed that her mother's flowers looked dry, so
she filled a pitcher with water to water the flowers. It was a
very old and valuable pitcher and Alice dropped the pitcher and 
broke it into a hundred pieces.

9. Marti was only four years old, but she was very good at drawing 
.. and she knew it always made her mother happy when she made a
picture for her. One day she took her new crayons outside and
colored a picture for her mother. She forgot and left the crayons
in the sun, and the whole box of expensive crayons melted and was 
completely ruined.

10. Carl was four years old and he liked to help his mother. One day 
when she had been to the store he wanted to help by carrying 
groceries into the house. He managed the first bag o.k., but
while carrying the second bag of groceries he tripped and dropped
the bag, breaking every single one of the two dozen eggs his 
mother had bought. -

lid One day eight-year-old Mike saw his father trying to lift a heavy 
piece of iron. Mike tried to help his father, but in the process
he bumped into his father, causing him to drop the iron on his
foot. Mike's father was in so much pain that he went to the doctor 
and found that a bone in his foot had been broken.

12. Sally was eight years old and she thought she was old enough to 
start helping mother around the house. She put a whole load of 
colored clothes into the washing machine and poured in about 
two cups of bleack to make sure the clothes got good and clean.
The bleach ruined all of the clothes in the wash, including an 
expensive new blouse her mother had saved her money to buy.

.13. A party was being held at Gloria's house to celebrate her 6th
birthday. One of Gloria's friends seemed to be very -lonely and •
sad, so Gloria took her by the hand to have her join in one of
the games. Gloria pulled just a little bit on her friend's hand,
and the friend lost her balance, fell down and hurt her knee.
The friend was.so embarrassed that she ran home crying and stayed 
there feeling badly the entire rest of the day.
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14 o Joe is an eight-year-old boy who wanted to help his father paint
the fence. He was proud of the job he was doing for his father,
and he stepped back to admire the painting he had done.. When he
stepped back he knocked over the can of paint, spilling the entire 
gallon of paint arid getting paint all over his shoes.

15. Donald was a four-year-old boy who often imitated the things he
had seen his father do. One day while his sister was in school
he was pretending to fix her bicycle. He accidentally loosened 
the nut that held the front wheel on. After school Donald1s 
sister was riding her bike when the wheel came off because of _the 
loose nut. The accident resulted in a broken arm and several bruises.

16. Four-year-old Sharon wanted to surprise her sister by straightening
up her room while she was in school. Sharon*s sister had been 
working on a project for school for several days, but Sharon didn’t 
know what it was and she threw it away. When Sharon’s sister got
home she was heart-broken that the results of all her hard work
were gone, and she cried herself to sleep.



APPENDIX C

'STIMULUS STORIES: BAD INTENTIONS/
SMALL CONSEQUENCES TREATMENT CONDITION

George, an eight-year-old was sitting at the supper table and he 
had eaten all his food except for his potatoes„ He told his 
mother he didn’t want to eat his potatoes, but his mother said 
if he didn’t eat them he would not get any dessert • When his 
mother and father were not looking, George pushed his plate away 
in an angry way, and it knocked the salt shaker over and’spilled 
some salt on the tablecloth.
Lynn, an eight-year-old girl, asked her first-grade teacher if 
she could take three new books home to read. Her teacher said no 
because it was. raining and the books would get wet and ruined.
They were expensive books. Lynn wanted to take the books home 
anyway, so she sneaked them out of the school under her raincoat. 
When she was getting on the schoolbus, she slipped and dropped 
the books on the step of the bus. The cover of one of the books 
got wet. .,
Norbert was a .four-year-old boy who was playing with his cousin, 
a little girl almost exactly the same age as Norbert. Norbert got 
tired of playing with a Little girl pretty soon and when she tried 
to follow him he pushed her down and she got a small scratch on 
her arm.

Four-year-old Kathy, forgot to share her lunch money with her sister. 
Kathy used the money to buy candy for herself. Her sister didn’t 
get lunch that day so she was really hungry when she got home.

Jack was an eight-year-old who thought he should be able to do 
anything the bigger boys did. One day some of the bigger boys were 
playing football and Jack asked if he could play. The boys said 
he was too small. This made Jack angry, so when one of the bigger 
boys ran past him with the football. Jack stuck his foot out and 
tripped him. The bigger boy fell and skinned his knee.

Oscar, who was a four-year-old, wanted some cake, but his mother 
told him he couldn’t have any until dinner. When his mother left 
the house he went to the refrigerator and took some cake anyway. 
While he was getting the cake he knocked an egg onto the floor 
and broke it.
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7. One day Joyce, an eight-year-old, was supposed to play with her 
little sister and keep her entertained while her mother finished 
some work she had to do. Soon Joyce got tired of playing with her 
little sister and hid from her. The little sister felt bad because 
Joyce would not play with her.

8. Diana was a four-year-old who was watching television with her 
sister. They wanted to watch two different programs, and Diana's 
older sister changed the channel. Diana's mother said it was 
her older sister's turn to choose the program, but Diana was mad 
and ran to the TV to change the program. She twisted the channel 
selecter so hard, the knob came off.

9. Henry was four years old. One day when his mother was out, he 
climbed up on a chair to try to get a cookie out of the cookie jar, 
even though his mother did not want him to have a cookie. While
he was trying to reach into the jar, he dropped a cookie onto the
floor and it broke.

10. Four-year-old Margie was mad at her older sister, so she took her
sister's doll and hid it behind the door. It was a beautiful doll
and cost the parents twenty dollars. Later, Margie had been out 
playing and when she ran into the house, she swung the door wide 
open. The door hit the doll and broke a chip from one of its hands.

11. Martha was playing a game of hopscotch with her friend one day.
They were both just four years old, but they could already play 
the game quite well. Martha was winning the game at first, but 
then her friend got ahead of her and Martha didn't like to lose, 
so she told her friend she wouldn't play with her any more. That 
made the friend sad.

12. Joey's father did not want to take Joey fishing with him because
he thought eight years old was too young for a boy to enjoy fishing. 
But Joey kept pleading to go with his father until his father gave 
in. Once they got out in the fishing boat, Joey kept pestering 
his father to take him ashore so he could play. Joey's father felt
bad about missing a half-hour of fishing when he hadn't wanted to
bring Joey in the first place.

13o One day Billy, who was four years old, asked his older brother if
he could ride his bicycle. The brother just laughed and said 
"You're too little to ride a real bicycle." That made Billy mad, 
so when his brother wasn't looking he took, his father's wrench and
loosened the nut that holds the front wheel on the bike. When 
Billy's brother rode the bike that afternoon, the wheel fell off 
and he got a small scrape on his arm.
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14o Ross 3 who is eight years old, and his friends were playing
kickball at recess at school when their first-grade teacher 
said, "Stop playing right now; it's time to come in." Ross 
thought he had not had as many turns kicking the ball as the other 
kids, so when the teacher was lining the children up, he kicked 
the ball as hard as he could and made a crack in a small window 
of the classroom.

15. Pam was eight years old and she went to the store with her 
mothero They were shopping and Pam's mother warned her not to 
fun around, but she ran through.the store anyway. At the end 
of a counter, she ran into an old lady and knocked her down.
The old lady got a bruised arm from the fall.

16. Pam was an eight-year-old who got tired waiting while her mother 
was shopping. Her mother told her to be patient, but Pam started 
to run up and down the aisles of the store pushing a grocery cart. 
She ran into a display of canned beans and a can got dented.



APPENDIX D

STIMULUS STORIES: GOOD INTENTIONS/
SMALL CONSEQUENCES TREATMENT CONDITION

Gilbert had just turned eight years old and his father was taking 
him on his first fishing trip. Gilbert wanted to be helpful, so 
he was trying to put some bait and hook on his father's fishing 
line. He did not know how to do it properly, so the bait and hook 
came off the line and fell into, the water.

One day Mark, who was four years old, went to the grocery store 
with his mother. When she was almost finished shopping, she real
ized that she had forgotten to get some ketchup. Mark ran to the 
back of the store to get a bottle of ketchup for her, but it was 
on a high shelf and when he tried to get it down, he knocked over 
a bottle of ketchup and broke it.

One day four-year-old Marta wanted to surprise her father by 
fixing something very special for him to drink when he got home 
from work. Her mother wasn't home, so she mixed together some 
things she found in the refrigerator. When her father came home, 
he drank some of the mixture to make Marta feel good, but it 
tasted terrible.

Eight-year-old Alice was looking for something to do to help her 
mother. She noticed that her mother's flowers looked dry, so 
she filled a pitcher with water to water the flowers. While she 
was carrying the pitcher across the kitchen she spilled some water 
on the kitchen floor.

David was an eight-year-old who was helping his father clean up 
the rubbish pile behind the house. He saw some boards that he 
wanted to use to build something, so he piled them up behind where 
his father was working. David's father did, not seen the boards, 
and he accidentally stepped on a nail sticking up out of one of 
the boards that David had tried to save. It was only a small nail 
so it barely went through the sole of David's father's shoe.
Mary was a four-year-old who was very excited that her grandmother 
had come to visit.. She wanted to,show her some new pictures of the 
family because she knew the pictures would make her grandmother 
happy. While showing the pictures to her grandmother, she spilled 
some coke on one of the pictures and ruined it.
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7 o Scott was four years old and he looked forward to the time when
his father came home from work. He liked to surprise his father,
and one day as his father came in the door, Scott jumped on his 
back to surprise him. . Scott's father had a bad back and when 
Scott jumped on him it twisted the wrong way and hurt his back 

. for a few minutes.

8. Clara was eight years old and thought she was old enough to help
her mother around the house. After supper she helped by drying
the dishes and putting them away. She could not reach the knife 

. rack, so she put. the sharp butcher knife in the drawer with the 
forks and spoons. When her father reached into the drawer without 
looking he didn't expect to find a knife there. He poked his 
finger and had to put a band aid on it.

9 o Carl was four years old and he liked to help his mother. One day
when she had been to the store, he wanted to help by carrying
groceries into the house. He managed the first bag o.k., but
while carrying the second bag of groceries he tripped and dropped
the bag, breaking two of the eggs in a carton in the bag.

10. Sally was eight years old and she thought she was old enough to
start helping her mother around the house. She put a load of
colored clothes into the wash. She wanted to get the clothes good .
and clean, so she used some bleach. She accidentally spilled a 
drop or two of bleach on one of her father's work shirts. The 
bleach made white spots on the shirt.

11. A party was being held at Gloria's .house to celebrate her eighth 
birthday. One of Gloria's friends seemed to be very lonely and 
sad, so Gloria took her by the hand to have her join in one of the
games. Gloria pulled just a little bit on her friend's hand, and
the friend lost her balance, fell down, and hurt her knee. In a 
few minutes it was o.k. and she joined in the game.

12. Marci was only four years old, but she was very good at drawing
and she knew it always made her mother happy when she made a picture 
for her. One day she took her new crayons outside and colored a 
picture for her mother. She forgot one of the new crayons outside 
and it melted.

13. Donald was a four-year-old boy who often imitated the things he had 
seen his father do. One day while his sister was in school he
was pretending to fix her bicycle. He accidentally loosened the 
nut that held the front wheel on. After school, Donald's sister 
was riding her bike when the wheel came off because of the loose 
nut. She got her knee scraped in the accident.
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14 e One day eight-year-old Mike saw his father trying to lift a heavy 
piece of iron * Mike tried to help his father, but in the process 
he bumped into his father, causing him to drop the iron on his 
foot. Mike1s father got a bruise under his toenail.

15. Four-year-old Sharon wanted to surprise her sister by straightening
up her room while she was in school. SharonT s sister had been 
working on a project for school for several days, but Sharon didn't
know what it was and she threw it away. When Sharon's sister got
home, she learned what had happened to her homework and found it
in the trash. It was only a little messed up, so pretty soon she 
didn't feel bad anymore.

16. Joe is an eight-year-old boy who wanted to help his. father paint 
the fence. He was proud of the job he was doing for his father, 
and when he stepped back to admire the painting he had done he 
accidentally -bumped into a paint can and got a few drops on the 
leg of his pants.
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